This document is made available in accordance with publisher policies. Please cite only the published version using the reference above. Full terms of use are available: http://www.bristol.ac.uk/pure/about/ebr-terms.html to the need for further attention to be given to these multidirectional and often contradictory processes by researchers concerned with the study of policy transfer.
Introduction -the case of Hong Kong and England
In the era of western colonialism and economic dominance, education borrowing tended to flow from the so-called West to the East and South.
Models were imposed or imported from colonial powers ensuring the flow of policies, practices and discourses relating to curricula and pedagogy were 'uni-directional', from the more developed West to the Rest (Rizvi, 2004 , quoted in Nguyen et al, 2009 Yang, 2011) , even if these flows were purposefully adapted to local needs.
However, the high levels of economic growth and educational achievement in East Asian countries and systems as measured by studies such as the Organisation for Economic Co-operation and Development's Programme for International Student Assessment (PISA) and the International Association for the Evaluation of Educational Achievement (IEA) Trends in Mathematics and Science Study (TIMSS), have prompted a passionate interest in some western countries to learn from East Asian societies that have scored well (Nguyen et al, 2009 ). In the wake of this phenomenon a trend of reverse borrowing, from East to West, is intensifying. Stevenson and Stigler (1994) pioneered this interest when they called for Americans to learn from the strengths they had observed in their study of Japanese, Chinese and Taiwanese approaches to education while interest among British policymakers dates to the Ofsted-commissioned study by
David Reynolds and Shaun Farrell of primary school effectiveness in East
Asian countries that had excelled in the IEA studies (Reynolds and Farrell, Hong Kong became more autochthonous but the basic features of both the structure and curriculum remained unchanged. Under the One Country Two Systems model underpinning the Basic Law, its mini-constitution from 1997, Hong Kong has a high degree of autonomy from the rest of China and education policy is wholly under its control. This autonomy has given it a licence to retain features of its education system 'borrowed' from the United Kingdom, the former colonial power, as well as to innovate through a radical programme of education reform. The latter has involved a new wave of international borrowing or transfer, some with input from the United Kingdom.
Hong Kong's high performance in studies such as PISA, along with its rapid economic growth, has fuelled international interest in its policies and practices. This has coincided with a period of economic realignment and challenge for the West following the onset of the global financial crisis in 2008. The West's economic woes have added urgency to the interest in perceived high-performing education systems in international assessments, such as those of Hong Kong, Singapore, Shanghai and Taiwan. President Barack Obama's nervousness that nations that 'out-educate us today will outcompete us tomorrow', (BBC News article, 9 May, 2012) is a sentiment shared by policymakers in England (Gove, 2011) . It is ironic that the UK government has become so eager to emulate its former colonies, Hong Kong and Singapore, which it has done in addition to intermittent referencing of Nordic countries such as Finland and Sweden. The East Asian systems are described as 'restless improvers' and 'top performers' in policy discourse in England, including in the 2010 Case for Change accompanying the 2010 White Paper (Department for Education, 2010) , and in speeches and media articles (Gove, 2010a (Gove, and b, 2011 , culminating in the revised National Curriculum published in July 2013 (Gove, 2013b (Gove, 2010a) .
In unveiling the revised National Curriculum, he again cited Hong Kong as a model and one of 'the world's most successful school systems' (Gove, 2013b) . He justified borrowing from such models by saying: 'No national curriculum can be modernised without paying close attention to what's been happening in education internationally' (ibid).
He explained: 'I want my children, who are in primary school at the moment, to have the sort of curriculum that children in other countries have, which are doing better than our own.' Only if they received an education 'as rigorous as any country's' could they compete for college places and jobs with 'folk from across the globe' (The Guardian, 8 July 2013) . Underlying these statements is a clear assumption that high levels of pupil achievement are a function of the nature of the curriculum.
Mr Gove has repeatedly turned to PISA studies, and the McKinsey reports on high performing systems, to inform and justify his reform agenda,
having also highlighted what he argued to be England's deteriorating PISA performance since 2000 (Gove, 2010a (Gove, , 2011 . Indeed, he told the World Education Forum in January 2011:
'No nation that is serious about ensuring its children enjoy an education that equips them to compete fairly with students from other countries can afford to ignore the PISA and McKinsey studies. Doing so would be as foolish as dismissing what control trials tell us in medicine. It means flying in the face of the best evidence we have of what works….our recently published schools White Paper was deliberately designed to bring together -indeed, to shamelessly plunder from -policies that have worked in other high-performing nations' (Gove, 2011). Following the release of the 2012 PISA results, the Secretary of State again referenced the systems that topped the league table in order to justify his reforms. This included Hong Kong, which was positioned in the overall league as second in science and reading literacy, and third in mathematics, after Shanghai and Singapore (OECD, 2013) . He argued that:
'For all the well-intentioned efforts of past governments, we are still falling further behind the best-performing school systems in the world…In Shanghai and Singapore, South Korea and Hong Kong -indeed even in Taiwan and Vietnam -children are learning more and performing better with every year that passes, leaving our children behind in the global race.
'There is a strong correlation in these league tables between freedom for heads and improved results…That is why we have dramatically increased the number of academies and free schools, and given heads more control over teacher training, continuous professional development and the improvement of under-performing schools' (Michael Gove, quoted in The Guardian, December 3, 2013) The message is clear: if rigour is restored to the National Curriculum and public examinations, if principals have high levels of autonomy, and if teachers can teach like those in Hong Kong and other high performing jurisdictions; ,England's children can achieve similar academic success, regardless of social background. And ultimately, this will contribute to future economic success (DfE, 2012; Gove, 2013b ).
Yet in Hong Kong, policymakers' explanations of its own high ranking and improved mean scores centred on its reform advocating progressive approaches to teaching and learning, including 'learning to learn, rather than traditional textbookbased teaching', 'project work and exploratory activities' in mathematics, a new science curriculum which 'emphasises scientific literacy and generic skills (e.g. The director of the Centre for International Student Assessment in Hong Kong stated: 'We need to work on how to nurture more bright students, as our examorientated system tends to focus on high achievers' performance in exams but does not help them learn more than that.' (SCMP, December 4, 2013).
The Hong Kong PISA Centre issued a measured press release to explain the results, including the more nuanced findings from the test data and accompanying surveys. While it noted that 'Hong Kong 15-year-old students again stand in the top tier among 65 countries and regions', differences between students of different socioeconomic backgrounds remained unchanged and there were greater within-school differences than in the previous PISA study. Meanwhile, students' 'self-efficacy and self-concepts' in mathematics remained below the OECD average (CUHK, 2013 Before looking at the rise of international tests and an analysis of the Hong Kong and English experience, it is first helpful to revisit the research on education policy borrowing and transfer.
Education policy borrowing revisited
Among the longstanding purposes of comparative education is 'learning from others', in an attempt to understand and improve the home system, and counter provincialism and ethnocentrism (Crossley and Watson, 2003) . But this comes with an important caveat. Many comparativists have warned of the dangers of simplistic borrowing and uncritical international transfer that fails to appreciate the need for sensitivity towards local contexts and which in turn results in implementation problems and policy failure (Bray and Thomas, 1996; Crossley and Watson, 2003, Steiner-Khamsi, 2010 In doing so, he stated that the 'simple transplant of policies and practices from high to low achieving countries won't work. One cannot transplant the practice without regard to the cultural differences' (Leung, 2012 ).
Yet numerous education policies, practices and ideas have been transported across borders (Alexander, 2001; Beech, 2009 'Cultural borrowing happens; it has always happened. Few countries remain hermetically sealed in the development of their educational systems, and for centuries there has been a lively international traffic in educational ideas and practices' (Alexander, 2001 p. 508) .
Moreover, the speed of transfer appears to be increasing as part of the process of globalisation. A more nuanced understanding of borrowing is emerging as a result, with transfer becoming more fractured through the multiple agencies and levels involved, across nations and systems (Rappleye et al, 2011) .
There is also increased understanding that at the policy level the motivation to borrow will almost certainly be intimately associated with domestic political agendas (Steiner-Khamsi, 2010; Morris, 2012; Rappleye, 2012) . As such it may be used as part of the political production to generate public concern and legitimate reforms that may be traced at least as much to deeply-held ideological positions as to any real intention to import models from elsewhere. 2. the decision to borrow; 3. the implementation process; and 4. its internalisation and indigenisation.
The rise of international tests: help or hindrance?
Because performance in international tests is being used so readily to inform or justify policy decisions in England, we need to consider the validity of such evidence. However, taking PISA as an example, their validity for comparing and ranking systems has been questioned, as has their use in shaping policy decisions. The focus on maths, science and reading literacy to measure the outcomes of education is, for example, contested for ignoring important skills such as creativity, bilingualism and critical thinking gained from studying arts and humanities subjects (Bulle, 2011; Zhang, 2011) .
Sampling for comparisons in one cycle and over time and place may not be reliable because of variations in test content and format, student motivation to take tests, timing of the test, and variations in participating countries (Jerrim, 2011 (Jerrim, 2011) , or that Hong Kong's system is better.
Questions about the value of the data can be linked to how it is used to shape policy decisions (Meyer and Benavot, 2013) . Policy discourse from
England contains little critical analysis, whilst headline data has been used as ammunition to condemn the previous government's management of education and justify preferred reforms (Jerrim, 2011; Morris, 2012; Coffield, 2012; Auld and Morris, 2013) . The influential McKinsey studies that use PISA data to identify high performing systems have similar shortcomings, by assuming causality between features and outcomes and ignoring evidence that may question and qualify achievements of systems such as Hong Kong (Braun, 2009; Morris, 2012; Auld and Morris, 2013) . The Oates study of other curricula, used by the coalition government to inform the review of the National Curriculum (Oates, 2011) , also lacks substantive contextual evidence from the systems it looks to, despite acknowledging the pitfalls of borrowing that ignores context (Auld and Morris, 2013) .
Some policymakers assume that success in international tests
predominantly reflects the quality of formal schooling, which may not be the case. The role played by factors outside schools, including parental support and the impact of shadow education systems that drill students to perform well in examinations, is ignored in the current policy discourse. Indeed, Kwo and Bray (2011) argue that the shadow system in Hong Kong has extended and intensified over the last decade, contrary to policy intentions to reduce the prevalence of students being drilled for examinations (CDI et al, 2013) .
If international league tables are to be used as a reference for educational policy transfer, we would argue that, at the very least, they need to be accompanied by other comparative evidence (Crossley, 2014) . Of help are the multi-level analyses of the type described by Bray and Thomas (1995) and Alexander (2001) , and a more thorough and nuanced understanding of the different education systems, their histories and contexts, as argued by Crossley and Watson (2003) and Jerrim (2011) .
Analysing the Hong Kong and England cases
As argued above, the literature on education policy and transfer is helpful in comparing and analysing the Hong Kong and England cases. This should also include literature from Hong Kong itself. In the colonial period, Hong Kong can be seen to have developed a system with strong western characteristics in the structure of schooling. However, government had tended towards a handsoff approach (Morris et al, 2001; Lam, 2003) . Local context involving a mix of historical circumstances and cultural factors meant the system diverged from its English model, for example in its highly-competitive, examorientated nature and more didactic teaching practices influenced by Confucian-cultural traditions. This was despite attempts to borrow so called 'progressive' reforms that championed child-centred approaches to learning, such as the 'Activity Approach' and the Target Orientated Curriculum, which were introduced with minimal success to primary schools in the 1980s and 1990s (Morris et al, 1997; Lam, 2003) .
The more holistic education reforms of the last decade represent a new phase of borrowing by Hong Kong, which looked both globally and locally for inspiration (Education Commission, September, 2000) . Our analysis of this and other reform documents suggests that the system borrowed extensively from the international language of education, where terms such 'key stages', 'key learning areas'; 'learning skills'; 'assessment for learning';
and 'lifelong learning' characterise the discourse adopted (ibid). Much of this language originally derived from Western approaches to constructing curricula.
The UK was a significant source of expertise for the post-1997 Hong largely from the Scottish model -and attempts to synchronise curriculum and assessment development, including assessment for learning (Forestier, 2011 'The world is undergoing unprecedented changes, and Hong Kong is no exception.
We are seeing substantial changes in the economic structure and the knowledgebased economy is here to stay. Hong Kong is also facing tremendous challenges posed by a globalised economy' (Education Commission, September 2000, 3)
The externalising potential was drawn from a guiding philosophy and discourse derived from western education ideals that focused on lifelong learning, critical and creative thinking, and whole person development. This reflected the goal to create a system that improved student learning and Teachers resisted the new pedagogy involved in school-based assessment, resulting in its implementation being modified and postponed for many subjects (Berry and Adamson, 2012; CDC et al; .
Universities, meanwhile, gave important support by adjusting admissions requirements and curricula. Common minimum entry requirements for students completing the HKDSE were agreed, and universities reviewed curricula to accommodate the extra year of undergraduate study (CDC et al, 2013) .
For schools, curriculum content was adapted. The more vocational Applied Learning subjects, similar to England's Business, Technology and Education Council qualifications, were developed for less academic students, and implementation of the new curriculum was delayed a year to give more time for consultation and in-service training for teachers to deliver it.
By 2013, after the first students had completed the HKDSE, there were signs that the reforms, including their borrowed elements, were being internalised and indigenised. Whilst there was evidence students were studying a broader range of subjects with more enquiry-based learning (ibid), rote learning for exams, both in schools and through the 'shadow system' of after-school tutoring continued (interviews with teachers and parents, Kwo and Bray, 2013) . In 2012, the Education Bureau launched a review of the NAS and NSSC and in 2013 modified some key ambitions, in particular in the further scaling back of school-based assessment.
The inevitable gap, as identified by Morris and Adamson (2010) in previous reforms, between what was intended in the new curriculum and what
was being implemented in schools, was evident from the review. Inspectors were reported to have seen limited evidence of successful student-centred teaching and learning in some subjects, such as English Language, while excessive workload for teachers and students were found to be undermining the aim of the reform to improve the quality of student learning (CDC et al, 2013) . Parents complained that there was still too much teaching to the test, and that school was too demanding and boring for their children (Biz.hk:
Journal of The American Chamber of Commerce in Hong Kong, June 2013).
Meanwhile, Hong Kong's international success in student assessments not only in subjects such as mathematics that it has traditionally done well in, but also in reading literacy, as well as citations by internationally-influential agencies such as the OECD and McKinsey that it was a leading example of a high performing education system (Mourshed, Chijioke and Barber, 2010) , has surprised many locals while also prompting reflection by policymakers and academics on both the improved learning outcomes from their 10-year reforms focused on learning to learn, and the strengths from Confucian heritage traditions that many argue should not be lost in the reform process (Cheung, 2012; Leung, 2012; EDB, 2013) .
East to West borrowing
If we now turn to the English case, benchmarking against 'world-class standards', 'drawing on best practice everywhere' and building links between schools were part of the internationally oriented strategy of the Department Watkins and Biggs (1996) Hong Kong policy has sought to reduce the quantity of knowledgecontent in the curriculum, to phase in school-based assessment and phase out pass-fail measures in public examinations. Mr Gove, in contrast, proposed a more content-heavy curriculum for subjects such as English, mathematics and history; cancelled course work from the GCSE; and told the media that more pupils would fail the more rigorous examinations (Daily Mail, 22 February, 2012; Gove, 2013b) . If Hong Kong has a better curriculum than England, as Mr Gove suggested, it might not in fact be one that he approves of. Indeed, Nick Gibb warned his Hong Kong hosts that the overall direction of their reforms would lead to a decline in 'standards'.
Rather, it was largely the perception of the traditional, Confucian heritage features of Hong Kong education, pre-dating the current reforms, that UK ministers may really have been interested in -in Phillips and Ochs'
terms, a guiding philosophy that emphasises success comes from hard work, discipline, respect and humility; that the goal and ambition should be high achievement to ensure social and economic status; that strategies for success include a more demanding curriculum and more rigorous examination system; enabling structures that involve a strong role for independent bodies such as churches in delivering education; processes such as regular testing and homework; and the dominant techniques of linking memorisation to understanding and using traditional whole-class, didactic approaches to teaching. In short, it can be argued the English policymakers were more interested in transferring broader educational values and practices associate with Hong Kong, rather than its polices per se. This is reflected in statements in the media that 'we are marching into the sound of gunfire' (Gove, in Daily Mail, 22 February, 2012) , against head teachers 'peddling the wrong sort of approaches to teaching', and the subsequent condemnation of academics -caricatured as 'the Blob' -who criticised plans for the National Curriculum as 'guilty men and women who have deprived a generation of the knowledge they need' .
Several expert panel members for the revised primary National
Curriculum withdrew from the exercise, with one describing the draft Programme of Study guides for maths, English and science as 'fatally flawed' because they overlooked the different learning needs of individual children (Pollard, 2012) . The 'crude' approach to using international evidence was also criticised (ibid).
Significantly, among the academics who resigned from the panel was
Professor Mary James who, as a member of Hong Kong's Curriculum Development Council, has been an important influence from England on its curriculum and assessment reform.
Even Michael Barber, whose reports with McKinsey lauded the successes of education systems in East Asia, warned in a Guardian article that it would be a mistake for the English government, in reforming its examination system, to rely too heavily on systems in East Asia that have excelled in the basics such as mathematics (Barber, 2012 In what can be labelled as the transfer of ideologies in education, we can see that England's interest in Hong Kong centres more on ideology, learning culture, pedagogies and practices, rather than Hong Kong's current policies. Hong Kong as a reference may, in fact, be little more than a component in a 'pick 'n' mix' solution adopted to justify the UK government's neo-liberal ideology and policies favouring traditional standards, borrowed as much from the past and from favoured independent and grammar schools in England as from overseas (Morris, 2012; Wright, 2011 
Understanding the Hong Kong context
Amongst Hong Kong researchers, practitioners and policymakers there is, arguably, a growing understanding of the importance of local context, culture and identity in shaping how education is delivered, and the reasons behind the system's success in international tests that long pre-dates the current reforms (Leung, 2012 East Asia, the nature of the Chinese learner and teacher, and how changes in education -particularly at classroom level -can be implemented within these contexts (Watkins and Biggs et al, 1996 and Chan and Rao et al, 2009; Yang, 2011) .
What is most interesting is how this literature echoes Alexander 
Conclusion
We have argued in this article how interest in East Asian policies, educational values and practices has increased in light of the strong performance of students in the region in international assessments, and as neo-liberal governments in the West search for solutions in education to bolster their future competitiveness. We have suggested that these solutions hark back to more traditional values and practices in East Asia that may also resonate with their advocates' own political beliefs and nostalgia for a more didactic approach to schooling, rather than interest in the most recent East Asian reform policies that draw on 'progressive' traditions from the West.
The Hong Kong case also demonstrates the benefits to be gained from sustained collaboration between policymakers, practitioners and researchers, including some international input, which may be an approach to educational reform that England could have much to learn from.
In light of this, borrowing both ways between the East and West deserves further critical attention from researchers concerned with the study of educational policy transfer. Such work could lead to greater understanding of the nuances involved in the achievements of systems such as Hong Kong and help to better identify the policies and practices that may or may not be relevant for the West.
